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The purpose of this study was to compare the social and total self-concept of
students in a school's emotional disturbance program and students not in the emotional
disturbance program. A historical framework was based on the research of William
James, Charles Horton Cooley, George Herbert Mead, and Albert Bandura. Data was
collected on the research areas of social and total self-concept of students in the
emotional disturbance program and non-program students. Furthermore, the role of
education on student self-concept was discussed. Data analysis was constructed by the
use oft-tests. The research data collected found that there was no statistically significant
difference for social or total self-concept based on emotional disturbance program
classification, gender classification, or grade classification. Further study is
recommended to determine the social and total self-concepts of students in the emotional
disturbance program and non-program students of various nationalities at the elementary
level.
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CHAPTER ONE
Introduction
Research indicates that individual self-concept is present in every aspect of a
person's conscious and unconscious world (Muse, 1992). According to Muse (1992),
"The more enriched a person's self-concept is, the greater the chance for success to
occur" (p. 2). Clarified by Franken, "'When people know themselves they can maximize
outcomes because they know what they can and cannot do"' (cited in Huitt, 1998, p. 1).
Reversibly, a person with a low self-concept has a diminished probability of reaching his
or/her highest potential.
For instance, which of these sentences describes you?
I am happy. I am sick. I am good. I am beautiful. I'm a loser. I'm a winner. I
am dumb. I am fine. I'm okay. I am bad. I am clumsy. I am a gossip. I'm
neurotic. I am a bore. I'm a mess. I'm cool. I am successful. I'm a failure. I'm
lovable. I'm sexy. I am sad. I'm smart. I am a good teacher. I am a good
person. I'm a slow learner. I'm not okay (Canfield, 1976, p. 1).
There are twenty-six sentences with thirteen that are essentially 'positive' and thirteen
that are 'negative.' After evaluating the sentences and having chosen those that best
describe you, you are able to more clearly see how you picture yourself (Canfield, 1976).
"Your self-concept is composed of all the beliefs and attitudes you have about yourself.
They actually determine who you are! They also determine what you think you are, what
you do, and what you can become!" (Canfield, 1976, p. 1).
Studies by Heal, Miller, and Davis have shown that a diminished self-concept of
students in special education can be a result of labeling (cited in Muse, 1992). Their
research indicated that students in special education had a lessened opinion of their
physical appearance, were discouraged more easily, and often felt that their success was
2due to luck more than ability (cited in Muse, 1992). In essence, students with a low total
self-concept usually do not have a clear understanding of their true abilities or goals.
"They are likely to think both that they are competent in areas where they are not, and
they are not competent in areas they are quite able" (Fitts & Warren, 1996, p. 22). As a
result, a lessened self-concept could constrict motivation and ultimately affect the
student's physical, academic, or social self-esteem (Huitt, 1998). Aware of such
research, some special educators, counselors, and school psychologists have developed
curriculum and programs to incorporate self-concept and social skill training into
classrooms.
In contrast, research by Kirk and Gallagher (cited in Muse, 1992) indicated that a
student's self-concept was not negatively altered as a result of labeling but instead that
labeling was effective in three ways. First, labeling allows the student to be placed in an
effective treatment program. Next, labeling allows scientists to more easily identify
factors that cause various disorders. Finally, labels allow special educators to obtain
resources needed for student disorder treatment.
Statement of the Problem
Myriad studies (Huitt, 1998; Fitts & Warren, 1996; Muse, 1992) like these
scrutinizing what factors affect student self-concepts may have parents confused as to
what curricula and programs are most needed for their son or daughter. Further study
will help to clarify some of that confusion by assessing whether there is a need for
students in special education to receive further social skill training and self-concept
reinforcement to help reflect an equal success rate between students in the emotional
disturbance (ED) program and non-program students.
Purpose of the Study
The purpose of this study was to investigate the comparison between the social
and total self-concept of students in a school's emotional disturbance (ED) program and
students not in the ED program. This research also indicated whether gender or grade
level affected the self-concept of ninth through twelfth graders.
Null Hypotheses
There are three hypotheses this research will address.
1. There will be no statistically significant difference between the Social and
Total Self-Concept scores of students in the ED Program and Non-Program
students.
2. There will be no statistically significant difference between the Social and
Total Self-Concept scores of Male and Female students.
3. There will be no statistically significant difference between the Social and
Total Self-Concept scores of Freshman/Sophomore and Junior/Senior
students.
Definition of Terms
The term 'emotional disturbance' has been defined by the Individuals with
Disabilities Education Act (IDEA, 1997). For this study, IDEA's (1997) definition will
be used. Further, 'social self-concept' and 'total self-concept' are key concepts defined
by the Tennessee Self-Concept Scale authors Fitts and Warren (1996).
Emotional Disturbance- A condition exhibiting one or more of the following
characteristics over a long period of time (chronic: minimum of six months with
behavioral intervention) and to a marked degree (frequent; severe; observable;
manifests in at least 2 of 3 settings: home, school, and community) that adversely affects
a child's educational performance. In addition, at least one of five characteristics must be
present under IDEA (1997), Public Law 101-476, [Code of Federal Regulation, Title 34,
Section 300.7(b)(9)]:
1. An inability to learn that cannot be explained by intellectual, sensory, or
health factor.
2. An inability to build or maintain satisfactory interpersonal relationships with
peers and teachers.
3. Inappropriate types of behavior or feelings under normal circumstances.
4. A general pervasive mood of unhappiness or depression.
5. A tendency to develop physical symptoms or fears associated with personal or
school problems.
According to IDEA (1997), emotional disturbance includes schizophrenia but not
students that are socially maladjusted, unless it is determined that they have an emotional
disturbance.
Social self-concept- "How the self is perceived in relation to others" (Fitts &
Warren: Tennessee Self-Concept Scale, 1996, p. 24). More generally social self-concept
is "the individual's sense of adequacy and worth in social interaction with other people"
at school and in the community (Fitts &Warren, 1996, p. 24).
Total self-concept- "Reflects the individual's overall self-concept" including
physical, moral, personal, family, social, and academic/work self-concepts (Fitts &
Warren, 1996, p. 21).
Assumptions
Several assumptions were apparent to complete this research project. First, it was
assumed that all questions from the Tennessee Self-Concept Scale: Second Edition
(TSCS: 2) Adult form would be answered honestly and to the best of the student's
knowledge at that present time. Secondly, it was understood that all questions on the
TSCS: 2 would be fully completed by the student within the school conference room.
Limitations
The findings of this study may not be generalizable nor were they meant to be
applicable to all high school students. The limitations of the present study were:
1. The sample size for this study was 32.
2. Self-concept levels of high school students may differ at various times.
3. Self-concept levels of high school students may differ from student to student.
4. Self-concept levels of high school students may differ from school to school.
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Literature Review
Introduction
This chapter discusses the significant research documented in the literature
including the historical overlay of self-concept from James, Cooley, Mead, and Bandura.
In addition, significant research studies of student self-concept and the role of education
in nurturing self-concept in students were also discussed.
Historical Overview of Self-Concept
During the late nineteenth century, philosopher William James began describing
the dynamics of self-concept. James described an individual's cognition of self as
comprised of both subjective and objective selves (cited in Christensen, 1999). The
subjective self is the 'I' or ideal self-concept of the individual that can be based on biased
or prejudiced insights (Harter, 1996). Reciprocally, the objective self is the 'me' or real
self-concept of the individual based on impartial insights (Harter, 1996). The 'I' is pure
ego whereas the 'me' is the empirical ego consisting of three components including the
material, spiritual, and social selves (James, 1952). These selves can be organized
similarly to psychologist Abraham Maslow's hierarchy of needs "with the bodily me at
the bottom, the spiritual me at top, and the extra-corporeal material selves and the various
social selves between" (cited in Johnson, 1990, p. 123).
The 'material me' consists of "one's body, possessions, immediate family, and
home" (Offer, Ostrov, Atkinson, & Howard, 1988, p. 10). The deepest part of the
material self is the body (Allport, 1961). The next outer layer from the body is clothing
and possessions, which we frequently use to define ourselves (Allport, 1961). Immediate
6family, the third component of our 'material me,' consists of our mother, father, siblings,
significant other, and children. When elation or tragedy strikes someone within that
system, the family supports that member and tends to feel a similar emotion (Allport,
1961). Finally, our home is the backdrop of our life, it defines our personality, and a
person's disrespect of it transfers to disrespect of us (Allport, 1961). "'We have a blind
impulse to watch over our body, to deck it with clothing of an ornamental sort, to cherish
parents, wife, and babes, and to find for ourselves a house of our own which we may live
in and improve"' (Allport, 1961, p. 45).
Secondly, the 'spiritual me' contains the "inner or subjective being, as well as
psychic faculties, dispositions, or states of consciousness" (Offer et al., 1988, p. 10). The
'spiritual me' is the most intimate self because it is a central element of the human soul
(Allport, 1961). It encompasses our intuitions, religion, personality, and our awareness
of stimuli surrounding us.
Importantly for this study, the 'social me' comprises "the recognition one gets
from others: one's social identity, relations, roles, and reputation" (Offer et al., 1988, p.
10). We have the innate need to be noticed by people and more specifically noticed
favorably (Allport, 1961). This recognition manifests itself into the self-sought feelings
of attractiveness and power (Allport, 1961).
If no one turned round when we entered, answered when we spoke, or minded
what we did, but if every person we met 'cut us dead,' and acted as if we were
non-existing things, a kind of rage and impotent despair would ere long well up in
us, from which the cruelest bodily tortures would be a relief (Allport, 1961,
p. 46).
An individual has as many social selves as he or/she has separate social groups (Allport,
1961). Each person rotates through separate social selves and chooses the image he
or/she wants to portray to that particular social group (Allport, 1961). James noted that
during the adolescent years the 'social me' tends to be prominent because, "'It is his
image in the eyes of his own 'self which exalts or condemns him as he conforms or not
to certain requirements that may not be made of one in another walk oflife"'(cited in
Offer et al., 1988, p. 10).
In its widest sense, however, a man's Me is the sum total of all that he can call
his, not only his body and his psychic powers, but his clothes and his house, his
wife and children his ancestors and friends, his reputation and works, his lands
and horses, and yacht and bank account. All these things give him the same
emotions. If they wax and prosper, he feels triumphant; if they dwindle and die
away, he feels cast down (Allport, 1961, p. 44).
Although, in the end the 'I' and 'me' do not remain separate, instead they intertwine and
manifest as the individual's total self-concept (Gray, 2000).
In addition to defining the 'I' and 'me,' James was one of the first writers to
define the term self-esteem as "'a self-feeling that depends on what one decides to be and
to accomplish"' (cited in Emory University, 2000, p. 8). Self-esteem is the facet of self
that allows an individual to place a value judgment on his or/her self-concept (Beane &
Lipka, 1984). "'Self-esteem may be raised, James argued, either by succeeding in our
endeavors or, in the face of incessant disappointments, by lowering our sights and
surrendering certain pretensions"'(Emory University, 2000, p. 8).
Later, James developed the term 'social self (Wilshire, 1968). The social self-
concept can be very unstable and frequently fluctuates with social interaction outcomes
(Wilshire, 1968). "The social self is the person's reputation" or how the individual thinks
other individuals see him or/her (Wilshire, 1968, p. 127).
"Building upon the work of William James," sociologist Charles Horton Cooley
continued the opposition of the Cartesian belief that there was a separation of the
"knowing, thinking subject and the external world" (Ridener, 1999, p. 1). Instead,
Cooley emphasized the integration of the individual and his society (Ridener, 1999).
This idea was further developed by Cooley's integration of social behavior into
Adam Smith's theory of the 'Looking Glass Self (Miller, 1980). Adam Smith
emphasized the importance of a salesman being able to internalize the perspective and
attitude of the buyer and vice versa (Miller, 1980). This view of how the economic world
runs was extended by Cooley to include this 'Looking Glass Self or 'sympathetic
imagination' as the core of all social behavior (Miller, 1980). Individuals look at how
other individuals behave in specific social situations and visualize how they would react
in the same situation.
Cooley further explained this concept in relation to the 'I' and 'me' as selves. He
tried to show "how one self can take the attitude of another, or how one self can get
outside itself and look at itself from the perspective of the other" (Miller, 1980, p. xx).
The theory of social behavior by Cooley stated that our own behavior is manipulated and
molded by other individuals' behavior in our environment. According to Cooley, people
develop their social selves by using other people as mirrors for perceiving themselves
(Huang, 2000). He indicated that our social self is comprised of images of how we
appear to others, images of their judgment of that appearance, and the development of
some self-feeling, such as pride or mortification, as a result of our imagining others'
judgments (Huang, 2000).
Self-concept continued to be studied by sociologist George Herbert Mead during
the first quarter of the twentieth century. Mead supported the findings of Cooley and
James, although he said that those theories did not account for the origin of self or the
9self-feeling that is supposed to characterize reflexive affective experiences (Miller, 1980).
He did further research to find these answers. From Mead's perspective, the self is
cognitive and grows with maturation, social activity, and social relationships (Huang,
2000). To clarify, the self is continually evolving as the individual continues to change
roles in society by observing, modeling, and communicating with others. Mead's task
was "to show how the self emerges out of a social process in which there is
communication," even though the participants were not always aware of the implications
of their nonverbal gestures (Miller, 1980, p. 47). He stated that through self-awareness,
an individual has more control of his or/her gestures, their meaning, and their
consequences (Miller, 1980).
As a young child, the self begins emerging when the child begins to play (Miller,
1980). Children practice playing the social roles of others such as doctor, nurse, teacher,
astronaut, and parent to help them further define their roles in society. This role-playing
and the responses children receive from their parents during childhood help mold the
child's early self-concept (Canfield, 1976, p. 2). Throughout childhood and adulthood
individuals socially interact with one another. By playing games together in any form
from baseball to board games, people learn to cooperate as a team and react according to
anticipation of gestural cues to be received from others (Miller, 1980). "One's language,
the institutions, organizations, and clubs to which he belongs" are a facet of the 'me'
(Miller, 1980, p. 57).
Mead agreed with James that the beliefs of several 'generalized others' or
'attitudes of the entire community' are conceptualized by the individual to form multiple
selves such as the 'I' and 'me' (Huang, 2000). The 'I' is the impulsive, spontaneous,
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self-centered, and unsocial self while the 'me' is conscious of values, expectations, and
social norms (Brownfield, 2000). "'The 'me' is the conventional, habitual individual. It
is always there. It has to have those habits, those responses, which everyone has"' (cited
in Miller, 1980, p. 56).
Finally, psychologist Albert Bandura brought the twentieth century to a close with
his social learning theory. Bandura concluded that most human behavior is learned
through a process called behavior modeling (Isom, 1998). This theory stated that "from
observing others one forms an idea of how new behaviors are performed, and on later
occasions this coded information serves as a guide for action" (Bandura, 1977, p. 22).
"He believed that individuals do not actually inherit violent tendencies," but instead these
tendencies are learned from observing others through the media, the environment, or
personally through direct experience (Isom, 1998, p. 1). "Though extreme hereditarians
and environmentalists still exist, it is now widely acknowledged that experiential and
psychological influences interact in subtle ways to determine behavior and therefore are
not easily separable" (Bandura, 1977, p. 16).
It was thought that learning had three basic functions: to gather information,
motivation for anticipated rewards, and immediate reinforcement (Bandura, 1977).
These learning functions are momentum for aggressive behavior (Bandura, 1973).
Whether the student displays anger passively or proactively, the student enjoys the power
derived from anger arousal and the positive reinforcement for being socially injurious to
others (Bandura, 1973). Behavior that has unrewarding or punishing effects is less likely
to be adopted (Bandura, 1977). Classical conditioning seems to occur due to the
reinforcement received by the individual for this behavior (Bandura, 1973). As a result,
the behavior becomes automatic and involuntary, therefore, leading to a potential
emotional disturbance.
Bandura discovered that many individuals believed aggression resulted in
financial or social reinforcement and increases in self-esteem (Isom, 1998). This social
learning theory was assessed through Bandura's famous Bobo doll experiment. After
observing the adult, the child imitated the adult's aggression toward the Bobo doll
because of the anticipated reinforcement (Isom, 1998). Bandura concluded that if
aggression in children was diagnosed early, that fewer children would become adult
criminals (Isom, 1998).
Related Self-Concept Research
"The chicken-or-egg question has been an important focus of many self-concept
studies" by Hattie (Pajares, 1996, p. 3).
In self-concept research, the issue is one of whether feeling good about oneself is
primarily responsible for increased achievement or whether successful
performance is largely responsible for stronger feelings of self-worth. Because of
the reciprocal nature of human motivation and behavior, it is unlikely that such a
question can be resolved (Pajares, 1996, p. 3).
"Self-concepts contribute to a sense of identity over time" (Encyclopedia, 2000,
p. 208). An individual's self-concept is comprised of considerable information including
"body images, values, roles in regard to others, status in the world, persistent personally
symbolic memories, goals, plans, intentions, and expectations of what will happen in the
future" (Encyclopedia, 2000, p. 208). Self-concepts can paint an accurate picture of an
individual's social, cognitive, and physical self or it may be a representation of fantasies
(Encyclopedia, 2000, p. 208). Several studies have been conducted throughout the years
to try to better understand the human self-concept.
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Studies (Six Seconds, 1999; DeBoyd, 1997) have shown that males tend to view
early physical development as positive, while many females view these body changes
negatively. General self-esteem slightly decreases for females in elementary school; then
during adolescence the self-esteem of both males and females decreases further with
female self-esteem dropping significantly (Six Seconds, 1999; DeBoyd, 1997).
A separate study published by Jackson and Bracken in 1998 specifically
examined the self-concept of 626 sixth, seventh, and eighth grade students from two
Tennessee middle schools. Each student completed a sociometric questionnaire and the
Multidimensional Self-Concept Scale. Based on responses, a proposed method was
utilized by Jackson and Bracken to categorize the students based on peer nomination as
popular, rejected, neglected, controversial, or average.
Research found that students categorized as neglected had a lower self-concept
than students categorized as popular (Jackson & Bracken, 1998). The synthesis of data
indicated a significant discrepancy between the rejected student and the popular student
mean scores for each of the six subtests and total self-concept (Jackson & Bracken,
1998). Students classified as rejected were described as having decreased social skills as
measured by leadership qualities (Jackson & Bracken, 1998). In addition, those same
students that received more negative than positive questionnaire nominations were
described as having more behavior problems, aggression, and antisocial behavior than
their popular peers (Jackson & Bracken, 1998).
Further research done by Harter, Whitesell, and Junkin (1998) evaluated the
similarities and differences between the self-concepts of two hundred thirty-five
adolescents of normal school achievement, one hundred eighteen adolescents with
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learning disabilities, and seventy adolescents with emotional behavioral disorder. The
students completed domain-specific and global self-evaluations to measure self-worth
(Harter, Whitesell, & Junkin, 1998). Both groups of special education students "reported
lower cognitive competence and peer likeability than did normally achieving students"
(Harter et al., 1998, p. 2). Scores indicated that students with emotional behavioral
disorder also had a negative perception of their self-conduct (Harter et al., 1998).
An extensive study by Stanovich, Jordan, and Perot (1998) analyzed the
differences between the academic self-concept and peer acceptance among students in an
inclusive classroom environment. The Perception Of Ability Scale for Students (PASS)
and the Perception of Social Closeness Scale (PSCS) were administered to two thousand
and eleven second through eighth graders (Stanovich, Jordan, & Perot, 1998). "Students
were identified as being at-risk for school failure, having a disability, using English as a
second language, or noncategorized" (Stanovich et al., 1998, p. 120). On the PASS, the
noncategorized students appeared to have the highest perception of their ability compared
to the other three groups but there was not a significant difference in mean between the
those three groups (Stanovich et al., 1998). For the PSCS, the noncategorized students'
perceptions of peer acceptance were higher while the scores of students at-risk were
significantly lower than the noncategorized group (Stanovich et al., 1998). Students at-
risk and those with disabilities demonstrated discrepancies: "Those who were at-risk
were relatively accepted by their peers but had low perceptions of their own academic
abilities. The children with disabilities, however, rated relatively higher in academic self-
concept than in social closeness" (Stanovich et al., 1998, p. 120).
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Sweeny and Zionts (1989) researched the positive and negative self-esteem of
pre-adolescents strictly within the emotional disturbance program compared with general
education students. Seventy-four general education students and twenty-seven students
labeled emotionally disturbed from a low to low-middle income bracket in Michigan
were included in this study. The Rosenberg Self-Esteem Scale is a 10-item Likert scale
with items answered on a four-point scale from strongly agree to strongly disagree. This
scale was administered to determine whether there was a difference between the two
groups positive or negative attitudes about themselves (Sweeney & Zionts, 1989). This
study found that a significant difference in self-esteem was present between the general
and special education students (Sweeney & Zionts, 1989). A standard deviation of 5.56
was present for emotionally disturbed students scores as compared to 2.49 for general
education students. Therefore, the general education students seemed to be more
consistent and positive in their responses than the emotionally disturbed students
(Sweeney & Zionts, 1989).
Colangelo, Kelly, and Schrepfer (1987) conducted a study comparing the
academic and social self-concept of students that were identified by their school
according to academic abilities as gifted, general, or special learning needs. Two
hundred forty-three junior high students completed the Tennessee Self-Concept Scale and
the School Attitude Measure at the beginning and close of an academic year (Colangelo,
Kelly, Schrepfer, 1987). Results indicated that gifted students tended to have the highest
academic and social self-concept while the special learning needs students scored the
lowest in both areas (Colangelo et al., 1987).
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A few years earlier, a study by Burden and Parish (1983) compared the self-
perception of general education and special education students at a middle school level.
The Personal Attribute Inventory for Children was administered to twenty-one general
education students and twenty-one special education students including those classified
as physically disabled, learning disabled, and emotionally disturbed. Each student
needed to choose fifteen adjectives that best described him or/her. This study found that
learning disabled and emotionally disturbed students had the highest frequency of
choosing the adjective "foolish" (Burden & Parish, 1983). Overall, the results of this
study showed that general and special education students perceived themselves equally
using the inventory (Burden & Parish, 1983).
Concurrently, research by Lee (1982) indicated that there was no significant
difference between general and special education students with regard to self-concept.
The Piers-Harris Self-Concept Scale compared the self-concept of twenty at-risk of
school failure, cognitively disabled, learning disabled, emotionally disturbed, and general
education students between the ages of eleven and twelve from twenty-two public
elementary schools in Charlotte, North Carolina.
Research by Street (1981) further examined the social self-concept of high school
students. Street used the Self Symbols Social Task (SSST) test to assess the social
aspects of self-concept. The SSST was administered to 493 Florida high school students.
It has been proposed that self-complexity has more relevance in terms of an
individual's social relationships than does self-concept. [Although,] it is
anticipated that individuals with complex self-concepts are more aware of a
greater number of stimuli as being potentially associated with self (Street, 1981,
p. 316).
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According to Street's (1981) study, females achieved significantly higher self-
concept complexity scores than males therefore indicating that the females had a more
defined image of their self than males.
Further, twelfth grade males and females scored significantly higher than ninth
through eleventh graders for self-esteem and social interest (Street, 1981). This suggests
that twelfth graders are less likely to define themselves as part of a particular peer group
(Street, 1981). Interestingly, by senior year the female self-esteem and social interest
scores soared above the senior male scores (Street, 1981). This change can be explained
by the theory that adolescents experiment with different identities throughout most of
high school and have not yet formed a cohesive self-concept (Street, 1981). By an
adolescent's senior year, decisions about self are often made and a clearer self-concept
emerges (Street, 1981).
Brunner and Starkey (1974) evaluated the self-concept of sixty-five students
from the suburban area of a large Midwestern city either enrolled in learning disabled,
emotionally disturbed, remedial, or average classes. The sample contained eighteen
students in the learning disabled program, eight students in the emotional disturbance
program, twenty-two remedial students according to grade point average, and seventeen
average students. They hypothesized those students in the special education programs
would have a lower self-concept than students enrolled in remedial or average classes
(Brunner & Starkey, 1974).
The Fundamental Interpersonal Relations Orientation-Behavior (FIRO-B) was the
scale used to measure self-concept by evaluating Wanted and Expressed behavior divided
into several subgroups: Inclusion, Control, Affection, Significance, Competence, and
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Lovability (Brunner & Starkey, 1974). "The males scored significantly higher than the
females on Expressed Control, and the females scored significantly higher than the males
on Wanted Affection" (Brunner & Starkey, 1974, p. 3). The remedial groups scores were
lower than the other three groups. For the Expressed Control category, the students with
learning disabilities scored higher while the students with an emotional disturbance
scored higher on Wanted Behavior than the remedial group (Brunner & Starkey, 1974).
The original hypothesis indicating that students in the learning disabled or emotional
disturbance programs would have a lower self-concept was not supported by this study.
Role of Education in Developing Self-Concept
Education plays a vital role in the development of self-concept in students. "Most
public school students spend more than a thousand hours per year in school. Their
experiences in school play a major role in determining what they think of themselves and
their abilities" (Novak & Purkey, 1996, p. 27). "Next to home, schools probably exert
the single greatest influences on how students see themselves and their abilities" (Novak
& Purkey, 1996, p. 27). Teachers, administration, and staff are key facilitators in self-
concept development, guidance, and promotion for students pre-kindergarten through
high school (Novak & Purkey, 1996). According to an Ancient Chinese proverb, "A
child's life is like a piece of paper on which every passerby leaves a mark" (cited in
Canfield, 1976, p. 26).
Void of self-concept at birth, the child's life experiences develop and shape his
or/her continually changing self-concept (Novak & Purkey, 1996).
By the time a child reaches school age his self-concept is quite well formed and
his reactions to learning, to school failure and success, and to the physical, social,
and emotional climate of the classroom will be determined by the beliefs and
attitudes he has about himself' (Canfield, 1976, p. 3).
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"If a new experience is consistent with what you believe, it is enveloped and your Self
becomes a little larger. On the other hand, if the new experience is not consistent with
your Self, it is ignored or rejected" (Canfield, 1976, p. 2). Social competence is one of
several total self-concept factors that are salient in defining the self throughout adulthood
(Novak & Purkey, 1996). Marsh (cited in Novak & Purkey, 1996, p. 26) "developed a
schema that divides self-concept into components, including academic self-concept and
social self-concept." "The ingredients of self-concept are primarily social, obtained
through countless interactions with persons, places, policies, programs, and processes"
(Novak & Purkey, 1996, p. 26). These interactions help the student to define the roles
and the attributes of self (Beane & Lipka, 1984).
Thus, the self-concepts of students are greatly influenced by those that treat them
as able, respected, valued, and responsible or reciprocally as unable, disrespected,
unvalued, and irresponsible (Novak & Purkey, 1996). Students interpret their value
through verbal as well as nonverbal communication by adults. A teacher's nonverbal
communication can be internalized by the student including "postures, facial expressions,
gestures, eye contact, and other body movements" (Novak & Purkey, 1996, p. 27).
Administrators, pupil services, teachers, and staff all have a choice as to whether
they impact students' self-concepts positively by creating an environment of mutual
support and caring or negatively through an environment of sarcasm and ridicule
(Canfield, 1976, p. 5). It is important for the school personnel to create a nonjudgmental
environment for the student so that he or/she can grow, become more aware of choices he
or/she will need to make, assess consequences of choices, and synthesize strategies for
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making appropriate choices (Bills, 1981). The school personnel's dedication in fostering
a non-threatening environment is a strong indicator of child success.
The facilitation role has five basic steps:
1. Open the students to new experiences.
2. Plan with the students.
3. Help students to learn how to monitor their own behavior and learning.
4. Help students become responsible for themselves and their learning.
5. Listen and respond to the guidance and suggestions of students (Bills, 1981).
Students develop a self-fulfilling prophecy throughout their school years that is
influenced by their teachers' high or low expectations of them. "Rather than struggling
to motivate students, the teacher may assume that students are always motivated. The
teacher can [then] concentrate his or her energies toward influencing the direction this
motivation will take" (Novak & Purvey, 1996, p. 33). Therefore, teachers that encourage
positive perceptions, and expect high academic and social achievement from all students
will motivate students to increase their self-concept of their abilities (Novak & Purkey,
1996).
Studies have shown that students' self-concepts and their attitudes toward school
decrease throughout their school years, thus it is important that faculty nurture each
student's self-concept (Novak & Purkey, 1996). A longitudinal study by Stanly and
Purkey (cited in Novak & Purkey, 1996) of one hundred seventy-five students indicated,
"students who are surrounded by an inviting environment are not as likely to experience a
decline in self-concept as-learner as students in less intentionally supportive schools."
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Further, self-concept guides behavior and student roles (Novak & Purkey, 1996).
"A student's self-concept does not cause the student to misbehave in the classroom. A
better explanation is that the disruptive student has learned to see himself or herself as a
troublemaker and behaves accordingly" (Novak & Purkey, 1996, p. 31). To clarify,
increasing the self-concept of students in the classroom can lessen the amount of time
spent managing inappropriate behavior in the classroom. A better way to give the student
the attention he or/she craves is to use the student's name frequently when he or/she does
a positive task or compliment the child about anything from new shoes to behavior
(Canfield, 1976, p. 4).
Beane (cited in Novak & Purkey, 1996) studied methods for improving self-
concept and chose three general approaches for increasing student self-concept within
schools. The first approach involves sensitivity training, where one day each week a
group of students sits in a circle for fifteen minutes to discuss what they like about
themselves (Novak & Purkey, 1996). In addition to classroom counseling, individual or
peer counseling can be directed by the counselor, social worker, or psychologist to allow
the student to discuss more confidential concerns. Integrating affective education units
and values clarification lessons into the counseling sessions will allow for the student to
more clearly define himself or/herself thus generating greater self-understanding, self-
acceptance, and self-conception (Knoff, 1983).
A second successful approach requires that self-concept and social skill training
programs or curricula be incorporated into several lessons each week (Novak & Purkey,
1996). Commercially prepared lessons can be purchased or individual lessons can be
created by the teacher, counselor, social worker, or psychologist (Novak & Purkey,
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1996). Beane (cited in Novak & Purkey, 1996) found that there are more than three
hundred and fifty programs for increasing self-concept or self-esteem now in circulation
with 30 programs that are used nationally. With so many programs available, it is easy to
adapt these programs to coincide with lessons currently being taught in the classroom.
Self-awareness activities that could be integrated into a teacher's classroom curriculum
might include the creation of student journals, completing autobiographical
questionnaires, or creating personal timelines.
Students can create a personal journal by writing daily entries in a notebook. Ten
to fifteen minutes each day can be set aside for the writing of feelings, thoughts,
behaviors, and activities (Canfield, 1976). The teacher can dictate the direction of
selected journal entries by relating those entries to a specific curriculum unit. Teacher
directed journal fragments might include: "I learned that..." or "I was surprised to find
that..." (Canfield, 1976, p. 21). The more a person learns about himself or/herself, the
larger his or/her self-concept can become (Canfield, 1976, p. 21).
Having students complete autobiographical questionnaires will allow students to
develop a better perception of themselves. A survey is completed at the beginning,
middle, and end of each school year to allow the students to observe how their
perceptions about themselves have grown and/or changed (Canfield, 1976). Example
questions might include: "List ten words that best describe you," "What are your favorite
sports'" and "What does friendship mean to you?" (Canfield, 1976, p. 25).
An autobiographical timeline created by the student will allow the student to
reevaluate past events and choices as well as process future ones. This timeline can be
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the outline for an autobiographical report that will allow for a deeper analysis of what the
student has achieved and what they'd like to accomplish in the years to come (Canfield,
1976).
The third approach for improving student self-concept involves educators
visualizing that the entire school environment is a place for building self-concept and
striving to nurture self-image growth through everyday school activities (Novak &
Purkey, 1996). For instance, challenging activities outside of academic curricula can
enhance the student's self-confidence and self-reliance by allowing the student to learn
new skills while socializing with other students (Knoff, 1983).
Problem-solving training is another approach that can help students increase
academic, vocational, and social self-concept (Knoff, 1983). "Students should be able to
analyze a problem, identify its goals, determine, test, and evaluate potential solutions, and
experience successful resolutions" (Knoff, 1983, p. 546). "For example, conflict
producing situations can be analyzed, appropriate solutions generated, and successful
resolutions practiced with problem-solving strategies-an excellent application toward
greater student self-control" (Knoff, 1983, p. 546).
Schools can also increase student self-concept by ensuring an adequate
exploration of vocations (Knoff, 1983). Required career exploration classes that utilize
interest surveys, Internet searches, job shadowing, career counseling, and training will
enable students to more clearly define their interests and skills. Becoming more
confident in their futures can help students' to boost their self-concept by being more
aware of their true self and what goals they want to strive for.
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"According to P.L, 105-17, the 1997 Amendments to the Individuals with
Disabilities Education Act, schools must write and implement a transition plan for all
students with disabilities who are 14 years old or older" (Jolivette, 2000, p. 3). This plan
helps students begin early exploration of vocations and post-secondary opportunities.
Research by the Chesapeake Institute shows that more than fifty percent of students with
emotional behavioral disorder drop out of school and less than thirty percent of those
graduates complete a post-secondary program as compared to sixty-five percent of other
graduates (cited in Jolivette, Stichter, Nelson, Scott, & Liaupsin, 2000). Longitudinal
studies (Wagner, D'Amico, Marder, Newman, & Blackorby, 1992; Malmgren, Edgar, &
Neel, 1998) have shown that students with emotional behavioral disorder are more likely
to sustain longer periods of unemployment, be employed part-time rather than full-time,
earn less money than individuals with or without other disabilities, and be arrested and/or
incarcerated (cited in Jolivette et al., 2000).
Interventions with the parents of the student may include individual parent
counseling, individual student counseling, and entire family sessions (Knoff, 1983).
Counseling can help parents to address issues and feelings that could be interfering with
parenting methods, obstructing communication, and casting unrealistic expectations onto
their child (Knoff, 1983). Counseling can also help parents to more clearly recognize
how their child's behavior and choices could affect their daily lives.
Finally, program directors should continually be monitoring social skill programs,
educator morale, student and personnel interactions, and appropriate conflict resolution
(Knoff, 1983). The evaluation of these areas is essential to ensure the use of programs
that are appropriate, effective, efficient, and to help counter self-defeating behavior by
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students and educators. "Clearly, a coordinated, communicating staff will ensure the
most positive effects on these adolescents and their futures" (Knoff, 1983, p. 547).
Summary
This chapter discussed the literature available regarding the history, research, and
educational role relating to student self-concept. For over two centuries, the definition of
self-concept has been modified and its implications continue to be analyzed. The
emergence of new research about self-concept will enable schools to continue to adapt
and improve their self-concept curriculum to better meet students' needs.
Knowledge of the difference in self-concept between students in the emotional
disturbance (ED) program and students not in the ED program may allow for the
development of programs and lessons that allow students to further become aware of
their identity and role in society. This information could aid in increasing an individual's
overall self-concept therefore increasing his or/her academic performance and social
skills at school.
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CHAPTER THREE
Methodology
Introduction
This chapter discusses the selection of the site and subjects, the instrument used,
and the design of the study. Further, the data collection process and data analysis are
explained.
Site Description, Subjects, and Selection
The research was conducted at a public suburban school in eastern Wisconsin.
Permission forms (see Appendix A) were collected from parents prior to the
administration of the Tennessee Self-Concept Scale: Second Edition (TSCS: 2) Adult
Form to the students in their school setting. The participants of this study included
sixteen ninth through twelfth graders in the school's emotional disturbance (ED) program
and sixteen ninth through twelfth graders not in the ED program who were selected
randomly from study hall periods. The students were surveyed individually in a school
conference room. All of the subjects were Caucasian and between the ages of 14 and 20.
There were twelve males and four females in each group.
Instrument
The instrument chosen for this research was the Tennessee Self-Concept Scale:
Second Edition (TSCS: 2) Adult Form (see Appendix B).
The Tennessee Self-Concept Scale: Second Edition is a multidimensional
measure of self-concept and its relation to human behavior. The TSCS: 2 Adult Form has
eighty-two items that allows the individual to portray himselfor/herselfusing five
response categories: always false, mostly false, partly false and partly true, mostly true,
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and always true which can be completed in approximately ten to twenty minutes. This
scale is subdivided into fifteen scores including self-concept scores (physical, moral,
personal, family, social, and academic/work); supplementary scores (identity,
satisfaction, and behavior); summary scores (total self-concept and conflict); and validity
scores (inconsistent responding, self-criticism, faking good, and response distribution)
(Fitts & Warren, 1996).
Fitts and Warren developed the five-point Likert-type rating scale at a third grade
reading level to allow low reading ninth through twelfth graders and adults to complete
the survey (Fitts and Warren, 1996). "According to Fitts and Warren authors of the
TSCS: 2 (1996), the TSCS: 2 Adult Form is appropriate for adolescents in high school
and for adults (ages 13 and older)" (p. 5). The Adult Form has excellent internal
reliability with a .80 correlation. Test-retest reliability is slightly higher with a .82
correlation for total self-concept. Moreover, the Adult Form has high concurrent validity
with the Minnesota Multiphasic Personality Inventory and a moderate .71 correlation
with the Piers-Harris Children's Self-Concept Scale (Fitts & Warren, 1996).
Data Analysis
This data was analyzed using three t-tests. This statistical procedure was used to
determine whether there was a statistically significant difference between the two groups
for total and social self-concept.
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CHAPTER FOUR
Analysis of Data
Introduction
This chapter will present the results of the analysis of the social and total self-
concept scores taken from the surveys that the students completed. Of the thirty-two
students who participated, all thirty-two students' scores were used. Scores will be
reported on three variables for Social Self-Concept and Total Self-Concept: Emotional
Disturbance Program and Non-ED Program, Male and Female, and
Freshman/Sophomore and Junior/Senior. There were three hypotheses.
1. There will be no statistically significant difference between the Social and
Total Self-Concept scores of students in the ED Program and Non-
Program students.
2. There will be no statistically significant difference between the Social and
Total Self-Concept scores of Male and Female students.
3. There will be no statistically significant difference between the Social and
Total Self-Concept scores of Freshman/Sophomore and Junior/Senior
students.
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Results
As shown in Table 1, the results for hypothesis number one found no statistically
significant relationship [social (t = 1.428), total (t = 1.310)]. Therefore, the null
hypothesis was supported.
Table 1
ED Program and Non-ED Program Students Social versus Total Self-Concept
Social Self-Concept Total Self-Concept
Program M SD n t M SD n t
ED 39.88 6.04 16 1.428 38.13 8.57 16 1.310
Non-ED 43.44 7.94 16 1.428 43.31 13.32 16 1.310
Note. *p < .05 ** < .01 df= 30 critical t = 2.042
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As indicated by Table 2, the results for hypothesis number two found no
statistically significant relationship [social (t = .864), total (t = 1.264)]. Therefore, the
null hypothesis was supported.
Table 2
Male and Female Students Social versus Total Self-Concept
Social Self-Concept Total Self-Concept
Gender M SD n t M SD n t
Male 42.29 6.91 24 .864 42.17 11.05 24 1.264
Female 39.75 8.10 8 .864 36.38 11.77 8 1.264
Note. *p< ,05 ** < .01 df = 30 critical t= 2.042
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As shown by Table 3, the results for hypothesis number three found no
statistically significant relationship [social (t = -1.003), total (t = - .656 )]. Therefore, the
null hypothesis was supported.
Table 3
Freshman/Sophomore and Junior/Senior Students Social versus Total Self-Concept
Social Self-Concept Total Self-Concept
Grade M SD n t M SD n t
9-10 40.21 5.49 14 -1.003 39.21 9.32 14 -. 656
11-12 42.78 8.23 18 -1.003 41.89 12.82 18 -. 656
Note. *p < .05 ** < .01 df= 30 critical t = 2.042
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CHAPTER FIVE
Discussion, Conclusions, and Recommendations
Introduction
The purpose of this study was to investigate the comparison between the social
and total self-concept of students in a school's emotional disturbance (ED) program and
students not in the ED program. This research also indicated whether gender or grade
level affected the self-concept of ninth through twelfth graders.
Discussion
According to the results of the present study, there was no statistically significant
difference between the social and total self-concepts of ED program and non-program
students, males and females, and grades freshman/sophomore and junior/senior. The
results disagree with the research by Six Seconds (1999) and DeBoyd (1997), which
indicated that during adolescence the self-esteem of both males and females decreases.
In comparison to males, females' self-esteem drops significantly.
Harter, Whitesell, and Junkin (1998) compared the self-concept of students in
general education, a learning disability program, and an emotional disturbance program.
The students in special education reported being less intelligent and liked less by peers
when compared to the general education students' responses. Further, the students with
ED disorder reported having a negative perception of their behavior.
Heal, Miller, and Davis (cited in Muse, 1992) studied the diminished self-concept
of students in special education. They hypothesized that labeled students have lower
opinions of their physical appearance, appear to be discouraged more easily, and often
associate their success with luck rather than ability.
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Sweeny and Zionts (1989) evaluated the self-esteem of pre-adolescents within an
ED program compared to general education students. Students in the ED program
seemed to be more inconsistent and negative in their responses than general education
students.
Research by Colangelo, Kelly, and Schrepfer (1987) assessed the academic and
social self-concept ofjunior high students identified by their school as gifted, general, or
special learning needs. The students were surveyed using the Tennessee Self-Concept
Scale and the scores indicated that special learning needs students scored the lowest for
both academic and social self-concept.
Finally, Street (1981) explored the self-concept complexity of males versus
females. Results indicated that females had a more defined self-image than males.
Conclusions
The variables used in this study were ED program/ non-ED program, gender, and
grade. Data was collected from ninth through twelfth grade students at a public suburban
school in eastern Wisconsin.
The majority of the students in the ED program and randomly chosen non-
program students from study halls were surveyed. Surveys were collected January
through February during several school days between 7:30 a.m. and 2:30 p.m.
The variables used showed no statistically significant difference between social
and total self-concept for ED program and non-ED program students, males and females,
or freshmen/sophomores and juniors/seniors. From the statistical data, the researcher
concludes that these groups have similar outlooks of self in social situations and for
physical, moral, personal, family, social, and academic/work situations combined.
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Recommendations
Considering the preceding results and conclusions, the following
recommendations could be considered.
1. Compare the self-concept of students based on various nationalities and
students of various elementary grades to identify similarities and differences.
The public high school in the current study had almost entirely Caucasian
subjects.
2. Increase the number of subjects to allow for a more accurate analysis. The
mean scores are less likely to be skewed by a few extremely high or low
scores.
3. Duplicate this study within several rural, suburban, and urban, public school
settings in Wisconsin to compare results. This would allow the evaluation of
similarities and/or differences between the mean scores of each group based
on school population.
After completing this study, a recommendation for our schools would be to
continue to utilize self-concept enhancement programs and curriculum to increase self-
concept for all students. Together, school personnel can help all students within their
school to develop a positive outlook and reach their highest potential.
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APPENDICE A
Dear Parent or Guardian,
Hello, my name is Kari Tauschek and I am currently a graduate student in the
School Psychology program at UW-Stout. As part of the graduation requirement, I need
to conduct a research study. The study that I wish to conduct involves examining the
self-concept common to students enrolled in the emotional disturbance program and
non-emotional disturbance program students in the high school setting.
Information obtained in this study will benefit future students by helping to develop
appropriate curricula and self-concept programs for secondary students. With your
permission, your son or/daughter will be given a pass excusing him or/her from class to
complete the Tennessee Self-Concept Scale: Second Edition (TSCS: 2) in the school
conference room. In all, your son's or/daughter's participation is expected to take no
more than 30 minutes. There are no anticipated social risks for your son or/daughter by
completing the survey. Students wishing to speak to a counselor after the completion of
the survey may do so upon request.
All of the responses will be confidential. No names, identification numbers,
school name, or location will be documented. A research paper will be written about
the results of the study, but it will not contain identifying material.
Any questions that you have about this study, please contact me at (715) 233-
1375 or via e-mail at tauschekk(.post.uwstout.edu. You may also contact my research
advisor, Dr. Ed Biggerstaff, at (715) 232-2410.
Your son's or/daughter's participation in this research is completely voluntary;
you may stop his or/her participation at any time prior to completion of the project
without penalty.
I have read the above and as parent or/guardian give my consent for my son
or/daughter to participate in this study.
Signature-Parent Date
Signature-Student Date
**Please return this form in the enclosed pre-addressed stamped envelope by
. Thank you for your time!
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